In this article, Vicki Jacobs argues that as the nation strives to improve the literacy achievement of U.S. adolescents, educators must reframe the current "crisis" as a critical point on a continuum of historical efforts to address the particular challenges of postprimary-grade reading. Specifically, Jacobs examines the definition of adolescent literacy in the context of reading stages, which explain the contiguous and continuous relationship between primary-grade and later reading. She also discusses how historical relationships between skill and process instruction and between reading specialists and content-area faculty have contributed to the issues we face at this particular point on the continuum. Jacobs concludes by highlighting the opportunities ahead for researchers, policymakers, and practitioners who are positioned to respond to the adolescent literacy crisis and improve adolescent literacy achievement.
The Crisis
National concern about the reading proficiency of U.S. adolescents has increased in intensity over the past twenty years to the point of alarm and has been cast most recently in the language of crisis. This recent concern is most likely rooted in data provided in two national reports released in the 1980s. A Nation at Risk (National Commission on Excellence in Education, 1983) reported dismal statistics about adolescents' reading abilities, noting, for example, that "about 13 percent of all 17-year-olds in the United States [could] be considered functionally illiterate" and that "functional illiteracy among minority youth may run as high as 40 percent" (p. 11). The report argued that "average achievement of high school students on most standardized tests [was] now lower than 26 years ago when Sputnik was launched" (p. 11). Most distressing was these adolescents' lack of "higher-order" intellectual skills: "Nearly 40 percent cannot draw inferences from written material; only one-fifth can write a persuasive essay; and only one-third can solve a mathematics problem requiring several steps" (p. 11). The 1984 Report Card from the National Assessment of Educational Progress (NAEP, 1985) implicitly confirmed the National Commission's contentions when it indicated that gains in reading for thirteen-and seventeen-year-olds had either flat-lined or increased insignificantly since 1971.
Such data raised concern about the ability of the nation's youth to participate productively in a workforce that was facing an increasingly complex world economy. While the labor market had long required high levels of mathematical, verbal, and technological literacy (National Governors Association Center for Best Practices, 2005) , such literacies were no longer sufficient as the need for more-sophisticated problem-solving and communication skills grew (Levy & Murnane, 2004 ; see also Murnane & Levy, 1996) .
Subsequent NAEP results have done little to assuage national concern about the promise of the current generation of adolescents to meet academic and workforce challenges. NAEP results from 2002 indicated that roughly 25 percent of eighth-and twelfth-grade students read below basic levels (Alliance for Excellent Education, 2005a, p. 1) , and that more than six million adolescents have been "left behind" academically and will be similarly disadvantaged when they enter the U.S. labor market (p. 2). Results reported in the NAEP's 2007 Report Card indicate that there has not been any "significant change in the percentage of [eighth-grade] students at or above the Proficient level" when compared to the 1992 and 2005 data (Lee, Grigg, & Donahue, 2007, p. 3) . Furthermore, the 2007 NAEP scores revealed that while "White, Black, and Hispanic students all scored higher in 2007 than in the first assessment 15 years ago at . . . [grade] 8," the achievement gap between minority and White students "at this grade level [had] not narrowed" (Lee et al., 2007, p. 3 ; also see the NAEP's Trial Urban District Assessment, Lutkus, Grigg, & Donahue, 2007) . In fact, the NAEP data from 2007 are hauntingly reminiscent of scores from more than twenty years ago, with literacy achievement scores for adolescents remaining static (NAEP, 1985) .
The Response
Despite the sense of urgency generated by such reports, an organized response to the apparent crisis in adolescent reading did not gain momentum until the mid-to late 1990s. This delay was due in part to the nation's ongoing commitment to addressing early reading difficulties and developing effective primarygrade reading instruction and materials. However, as national reports such as the National Reading Council's Preventing Reading Difficulties in Young Children (Snow, Burns, & Griffin, 1998) In 1999, the International Reading Association (IRA) issued a position statement on adolescent literacy (Moore, Bean, Birdyshaw, & Rycik, 1999) in which it described the short shrift that the reading skills of older students had long suffered:
No one gives adolescent literacy much press. It is certainly not a hot topic in educational policy or a priority in schools. In the United States, most Title I budgets are allocated for early intervention -little [is] left over for the struggling adolescent reader. Even if all children [do] The IRA's position statement outlined seven principles to promote adolescents' literacy growth. 1 Not the least of these was a sweeping mandate to provide adolescents with "homes, communities, and a nation that will support their efforts to achieve advanced levels of literacy and provide the support necessary for them to succeed" (Moore et al., 1999, p. 9) .
On the heels of the IRA's position statement, a series of reports and position papers responded to the call for action (see Table 1 ). Notable among these reports were the RAND Corporation's Reading for Understanding (Snow, 2002) , which proposed a research agenda to address the "pressing problem" of comprehension, (Biancarosa & Snow, 2004) , which outlined fifteen elements of effective adolescent literacy programs and literacy achievement.
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These two landmark reports were followed by others that outlined criteria for effective literacy programs (Alliance for Excellent Education, 2004b) and for the preparation of reading practitioners (International Reading Association, 2000a , 2000b (Cassidy, Garrett, & Barrera, 2006) .
Even while we continue to define principles for adolescent literacy reform (National Council of Teachers of English, 2006a English, , 2006b English, , 2007 and the prac- tices that will support adolescents' literacy development most effectively, this area appears still to be in crisis (NAEP, 2006) . The use of the language of crisis has successfully brought the needs of adolescent readers to the fore politically, theoretically, and practically. However, while addressing the urgency that the notion of crisis implies, we may have lost sight of the fact that concern about the reading achievement of older students is far from new and that its history has been well documented (see Anders & Guzzetti, 1996; Robinson, 1977; Ruddell, 1997; Smith, 1965) . By situating the current crisis as a particular point on a historical continuum of attention paid to the dilemma of adolescent students' reading, we might understand better how and why adolescent literacy has arrived at this point and how we should proceed. The purpose of this article, then, is to examine historical trends concerning two issues that are at the core of understanding the adolescent literacy crisis:
(1) the definition of adolescent reading, and (2) trends in reading instruction for older students.
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By examining these two issues from a historical perspective, we can identify recurrent tensions and questions that we must address today if we are to move beyond the immediacy of the crisis and meet the needs of all adolescents well into the future.
Adolescent Reading: Definitions of and Purposes for Older Children's Reading Before we consider how to address the current problem of adolescent literacy, we need to understand what we mean by "adolescent" reading -its demands, the skills required to meet those demands, and how those skills differ from those required by reading at an earlier age. This section examines adolescent literacy in the context of the stages of reading development in an effort to understand more clearly what criteria we might use when choosing instructional practices that will best address the current reading crisis.
There has long been agreement that "the needs of the adolescent reader are far different from those of primary children" (Moore et al., 1999, p. 1) . In 1917, E. L. Thorndike (cited in Hunnicutt & Iverson, 1958, p. 195 ), a noted American psychologist at the turn of the twentieth century, made a clear distinction between the skill necessary "to read" and the reasoning ability necessary to comprehend, noting that comprehension required the mind to "select, repress, soften, emphasize, correlate, and organize all under the influence of the right mental set or purpose or demand" (pp. 139-140) .
Decades later, R. L. Thorndike (1973 Thorndike ( -1974 , E. L. Thorndike's son, identified age thirteen, or the onset of adolescence, as the time when "reading is no longer -to any substantial degree -a decoding problem. . . . It is a thinking problem" (p. 144), a "reasoning process rather than a set of distinct and specialized skills" (p. 135). His research challenged teachers to incorporate "better and more inventive teaching -not solely to read, but also to think, because as we improve the understanding with which a child reads, we may concurrently improve the effectiveness with which he processes a wide range of information important in his development" (p. 146).
To access information and meaning from reading as described by the Thorndikes, children must develop proficiency in a broad range of skills over time. The course of developing these skills has been described in staged models of reading, which draw heavily from developmental theories about the stages of cognitive development (e.g., Inhelder & Piaget, 1958; Piaget, 1970; Perry, 1970 ). Chall's (1983) reading stages distinguished primary-grade reading from later reading as the difference between learning to read and using reading to learn. A close examination of the demands of reading and the skills required at each stage clarifies the distinctions between earlier reading and the kind of reading required of adolescents.
Stage 0: Getting Ready to Read
The earliest stage of reading is actually a prereading or "reading readiness" stage that takes place before children enter school and begin formal reading instruction. The degree to which children are "ready to read" when they enter school depends to a great extent on their exposure to and opportunities to participate in literacy-rich environments and activities during this time (Chall & Jacobs, 1996; Chall, Jacobs, & Baldwin, 1990; Snow, Barnes, Chandler, Goodman, & Hemphill, 1991) .
Before they enter school, children become acquainted with letters, words, and books and how they are used. They learn about the roles that reading and writing can play in daily life as they observe others reading a variety of printed texts (e.g., newspapers, books, magazines, and e-mail) and writing for varied purposes (e.g., writing e-mail, making grocery lists, noting appointments on a calendar). When given materials and opportunity, children often play at reading and writing; for example, reciting their favorite stories as they turn pages of a book, singing the alphabet, calling out the names of familiar signs, and trying to print their names or write stories using modified spelling systems such as "invented spelling" (see Chall, 1983, pp. 13-15, 85; Sulzby, 1986) . The praise children receive from their caregivers promotes an intrinsic motivation to read. As they listen to stories that others read to them, they develop an appreciation for reading as an engaging and rewarding experience. Children also begin to build the vocabulary and conceptual knowledge that will inform their later reading through outings, listening to conversations about events outside everyday life, or hearing and then discussing texts that contain language and vocabulary that are more challenging than what they use or hear in everyday conversations (Chall, 1983; Chall & Jacobs, 1996) .
Stages 1 and 2: Learning and Practicing Beginning Reading Skills
When children enter school, they require direct instruction to learn a myriad of basic reading skills. They learn alphabetic principles, the order and sounds vicki a. jacobs of the alphabet. They hone their phonemic awareness skills that allow them to "manipulate the [discrete] sounds in spoken syllables and words" (National Reading Panel, 2000, p. 7). They develop an understanding of phonics and of the relation between letters as symbols and sounds as they apply to reading and spelling. They also learn how to "blend or segment the sounds in words" (National Reading Panel, 2000, p. 7) so that they will be able to recognize and decipher words -that is, to decode print accurately.
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In addition to direct instruction, children require the opportunity to consolidate and practice their decoding skills in order to achieve fluency -the ability to decode text easily, smoothly, and at a good pace (Chall et al., 1990) . The materials children use must be accessible so they can focus on practicing their decoding skills. Therefore, the materials children use are generally graded texts that rely on controlled vocabulary and on content and contexts that are familiar to children's daily lives. Because such texts are not necessarily designed to challenge children's language development, it is critical that young students be exposed to texts from a variety of genres that are more difficult than those they can read independently. Reading aloud and then discussing such texts with children is an important way to extend their knowledge base and familiarize them with the vocabulary and sentence structures that are less common in their everyday language experience (Chall & Jacobs, 1996) .
In sum, children in the earliest grades require direct skill instruction, opportunities to practice those skills, and a rich language environment. Historically, the "reading wars" have pitted skill-based reading instruction (typically, but too simply, generalized as phonics instruction) and meaning-based reading instruction (typically, but too simply, generalized as "language enrichment" or "whole language") against each other (Snow & Juel, 2005 ; see also Chall, 1967; Goodman, 1986) . At one point, especially during the 1980s, meaning-based approaches predominated, sometimes at the cost of skill-based instruction (Goodman, Bird, & Goodman, 1991) . Recommendations for "balanced" reading instruction in the early years seem to have resolved this conflict (Adams, 1994) by addressing the pressing need that children, especially those who come to school less ready to read than others, have for both skill-and meaning-based instruction (Chall et al., 1990; Snow et al., 1991 ; see also Delpit, 1988) .
The Importance of Fluency -Children who have acquired decoding and fluency skills by the end of third grade will most likely be prepared to learn how "to acquire knowledge, broaden understandings," and cultivate their "appreciations of the written word" (Harris & Hodges, 1995, p. 213 ). They will be prepared to learn how to tackle the specialized language and concepts that are representative of particular fields of study and less common to everyday language and experience. Those who have not achieved automaticity and fluency in their reading will be severely limited in their access to the more technical, syntactically complex, and dense reading that is characteristic of content-based reading. Without access to print, they cannot acquire the knowledge that later learning presupposes (Chall, 1983, pp. 20-23, 86-87) . Typically, these students begin to fall behind academically, exhibiting what teachers have long observed to be the "fourth-grade slump" (Chall, 1983; Chall & Jacobs, 2003). 8 It is important to note that while successful transitional-stage readers have achieved automaticity and fluency, children still require direct instruction to learn how to learn from text. "One of the dilemmas facing most adolescents in an academic context . . . is that few effectively [have] learn [ed] how to use reading . . . to explore and construct meaning in the company of authors, other learners, or teachers" (Vacca, 1998, p. 608) . In fact, beyond decoding and fluency skill, differences in later grades between better and poorer readers are most apparent in their ability to apply the skills of independent reading (see also Hammill & Bartel, 1995, p. 97; Meltzer, Roditi, Haynes, Biddle, Paster, & Taber, 1996, p. 40; Scala, 2001, pp. 81, 82) .
Stage 3: Reading for Learning the New
Beginning around fourth grade and proceeding through the middle grades, children begin to use reading to learn new ideas and gain knowledge from a wide variety of genres and fields of study, generally from a single viewpoint or perspective (Chall, 1983, p. 85) . During this transitional stage, students begin to develop a cadre of skills that they will use to grow into independent readers during the high school years and beyond. In short, they learn how to be strategic readers. They learn about the relation between motivation and intellectual curiosity that is required for inquiry-based reading. They use their background knowledge and experience (the "given") to develop a context for their reading and the ability to organize and use that background knowledge to learn most efficiently from text (the "new"). They develop the metacognitive ability to monitor and adjust their reading as needed (Hammill & Bartel, 1995; Langer, 1982; Miholic, 1994; Stahl, 1997) . They learn how to apply vocabulary, comprehension, and study skills to determine purposes for reading; make predictions; locate main ideas; question, analyze, and synthesize text; navigate varied text structures; identify and clarify multiple points of view; acknowledge the effect of context on meaning; and draw on background knowledge and previous academic and life experience to construct meaning (Armbruster, Lehr, & Osborne, 2001; Chall et al., 1990; Curtis, 2002; National Reading Panel, 2000) . 9 If students are to acquire these advanced reading skills and become critical readers within their disciplines, then teachers need to go beyond assigning merely what to read by giving students explicit explanations about the why and how of their reading.
Stage 4: Reading Multiple Points of View and Stage 5: Constructing and Reconstructing Meaning
When reading at the high school level (stage 4) and beyond (stage 5), students require broad and deep background knowledge and experience (espe-vicki a. jacobs cially that which comes from previous reading), strategic reading skill, and the metacognitive skill to monitor and correct the course of their reading as necessary. During the high school years, students analyze and synthesize discipline-specific texts while juggling multiple layers of meaning from multiple points of view that often contrast and conflict. In college and beyond (stage 5), readers establish their own academic, professional, and personal purposes for reading, and they read for what is explicit and unsaid in text (Chall, 1983, p. 87) . They synthesize, analyze, and make judgments about what they read, often in light of multiple viewpoints, while having to "construct knowledge on a high level of abstraction and generality" (p. 24). They have the skills and selfawareness to be independent readers of multiple disciplines.
The Location of Adolescent Literacy in Stages of Reading
Where, then, in the context of reading stages, does adolescent literacy begin, and how might we define it? The National Council of Teachers of English (2006b), in its definition of adolescent literacy, notes that it is more than reading and writing. It involves purposeful social and cognitive processes. It helps individuals discover ideas and make meaning. It enables functions such as analysis, synthesis, organization, and evaluation. It fosters the expression of ideas and opinions and extends to understanding how texts are created and how meanings are conveyed by various media, brought together in productive ways. . . . This complex view of literacy builds upon but extends beyond definitions of literacy that focus on features like phonemic awareness and word recognition. (p. 5) While this definition distinguishes adolescent literacy as being distinct from but related to primary-grade reading, noticeably absent is an indication of when the challenges of adolescent reading begin. We generally have associated the challenges of adolescent literacy with the middle and high school grades into which U.S. schools separate "tweens" (ages ten through twelve) and teenagers (ages thirteen through eighteen), respectively. However, the accepted stages of reading development suggest that the challenges adolescents face begin much earlier, in grades three or four, when the requirements of learning begin to differentiate by content. Simply dichotomizing primarygrade and adolescent reading effectively ignores the critical role that the transitional, intermediate elementary years can and should serve in helping students prepare to meet the demands of adolescent learning.
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Acknowledgment that issues of adolescent literacy are pertinent to grades four through twelve is fairly new (e.g., Heller & Greenleaf, 2007; McCombs et al., 2005 ; National Governors Association Center for Best Practices, 2005) , and research is just beginning to reexamine the factors that contribute to the fourth-grade slump evident in assessments and academic achievement. Current efforts would do well to build on earlier theory and research (e.g., Chall, 1983; Chall & Jacobs, 2003) concerning the critical transition between primary-grade and later reading. Indeed, if we think of reading as a series of stages, the adolescent literacy crisis becomes less of a startling phenomenon and more of a challenge particular to a certain point of reading development.
The History of Reading Instruction for Older Readers
As the challenges of reading change across the stages, so must the focus of reading instruction. Historical trends in instruction parallel and clarify the historical definition of and purposes for older children's reading, and they also offer us wisdom and caution as we seek promising practices for adolescent readers. The next section of this article examines historical trends in reading instruction for postprimary-grade students in an effort to understand the roots of reading as "literacy," as well as the evolution of current instructional recommendations (see Robinson, 1977; Ruddell, 1997) .
Skill Instruction
Tension between skill-and meaning-based approaches and between remedial and developmental approaches has existed throughout the history of reading instruction of older readers, sometimes productive and sometimes not.
The origin of skill instruction in the history of U.S. education -teaching discrete strategies to support children's acquisition of beginning reading skills or the later skills needed for comprehension -can be traced to the eighteenth century. As early as the mid-1700s, reading instruction generally consisted of students learning letters and consonant-vowel clusters, the spelling and pronunciation of short words, oral reading, and the memorization of sentences and sections of text primarily, if not exclusively, from the Bible (Robinson, 1977, p. 46) . Such skill-based instruction persisted through the mid-1800s with the addition of a kind of phonics instruction, which stressed articulation, pronunciation, and the "correction" of dialects. When schools became differentiated by grade in the mid-1800s, the reading materials children used became differentiated by grade as well (pp. 46, 48) . At the same time, there was "some attention [given] . . . to meaning in the upper grades through questions on the content and definitions of words, both of which were specified in the book" (Smith, 1965 , cited in Robinson, 1977 .
The rise of industrialism in the early 1900s led to an increasing emphasis on reading for meaning "to meet the varied needs of society" (Robinson, 1977, p. 50) . At the same time, alarm rose during World War I over the fact that few soldiers could read even the simplest directions (see Smith, 1965, p. 158) . The response to this problem was to focus secondary reading instruction on the remediation of particular skills such as decoding, fluency, reading speed, vocabulary, comprehension, and study skills (Ruddell, 1997, p. 8) . Remedial approaches assumed that successful reading was the mastery of the "progression of [these] distinct and measurable skills" (Anders & Guzzetti, 1996, p. 7) common to the reading of any discipline. 
The Responsibility for Skill Instruction
The "intermediate children" who struggled with reading received special instruction in classes that were designed to remedy their skill deficits (Robinson, 1977, pp. 51-52) . Because reading instruction took place in these separate "pull-out" programs, regular classroom teachers at the intermediate level and beyond most likely came to understand reading as its own separate content, one that students would learn and practice either in previous grades or through specialized instruction. In short, there was no apparent reason for regular classroom teachers to assume they had any specific responsibility for reading instruction.
Until the late 1960s and early 1970s, the reading specialists who were responsible for reading instruction had few textbooks to guide their teaching (Early, 1977) . The skill-based materials that reading specialists used included linguistic readers, which focused on word or spelling patterns and patterns of sentences (Robinson, 1977, p. 55) , and workbooks that provided opportunities to practice word identification and sentence-level skills.
In 1965, the U.S. government funded Title I through the Elementary and Secondary Education Act in order to support compensatory reading instruction for students living in poverty (Dole, 2004) . Generally, reading specialists provided Title I instruction, continuing the tradition of providing supplementary skill instruction to small groups of children in pull-out conditions, quite separate from the regular classroom (Dole, 2004, pp. 462-63 ; see also Anders & Guzzetti, 1996, pp. 8-9) . Textbooks on the teaching of reading generally offered reading specialists guidance on teaching particular skills, principally those related to vocabulary, comprehension, and studying. Some promoted the development of whole-school reading programs, focusing not only on skill instruction but also on the importance of diagnostics, student and program evaluation, the school as an environment for reading, and cross-staff development.
The Emergence of Process Models of Reading
During the 1970s, at the same time that skill instruction seemed sacrosanct, "there was [also] a decided expansion of developmental reading programs in high schools" (Robinson, 1977, pp. 55-56) that was accompanied by an interest in the meaning-based aspects of reading and its sociological and psychological contexts. Several emergent models of learning and reading processes during the late 1960s and 1970s explained the reading process in psycholinguistic, sociolinguistic, and cognitive terms.
Psycholinguistic models of reading (see Goodman, 1967; Smith, 1971 ) explained how readers integrate linguistic information (e.g., from phonology, syntax [including text structure]) and semantics (Smith, Otto, & Hansen, 1978, p. 23 ). These models advanced the notion that reading was a meaningmaking activity that required readers to utilize a variety of skills and strategies in a variety of contexts (p. 23). Sociolinguistic models of reading examined "differences in dialect, differences among ethnic groups and information processing skills, differences in cognitive style, and differences arising from affective factors" (Kling, 1971 , cited in Smith et al., 1978 , drawing attention to the multiple demands that varied contexts impose on receptive and expressive language. Cognitive models of reading (see Guthrie, 1977; Spiro, Bruce, & Brewer, 1980) focused on the contribution of a reader's memory, prior knowledge, and interest in comprehension on successful reading (see also Readence, Bean, & Baldwin, 1981) . Cognitive models drew from research on the relationship between language processing and the physiology of the brain (e.g., Geschwind, 1962) , theories about information processing (Venezky & Calfee, 1970) , and more general models of how the mind represents, organizes, and processes information (e.g., "schema theory" as explained by Anderson & Pearson, 1984 ; see also Rumelhart, 1980 Rumelhart, , 1984 .
As models of learning and comprehension emerged, tension grew between traditional, sequential skill instruction and the more progressive notion that the "reading needs of children [could] best be met through their reasoning processes as they carry out their own purposes and solve their own problems" (Robinson, 1977, p. 51, emphasis added) . Thus, by the late 1970s, while textbooks still offered guidance on the teaching of discrete skills, they also began to recommend practices to support the development of "high-level reading skills such as critical reading" (p. 55). Textbooks described the reading process, noting how motivation and affect as well as personalization played important roles in comprehension. (Here and elsewhere, refer to Appendix A for references to sample textbooks.) The instructional recommendations they made built on theories about the psychology of reading, the psycholinguistic factors that influence reading, and cognition.
At the same time textbooks and materials moved toward process models of reading comprehension, they began to distinguish later reading as secondary. Some textbooks noted the distinction between middle and secondary reading, but the instructional practices they recommended for teaching comprehension or vocabulary skills were largely the same for both levels. Other textbooks focused on instruction exclusively at the high school or middle school level. Whatever grade-level focus these textbooks took, however, in the 1970s none used the words adolescent or literacy in their titles.
Repositioning the Responsibility for Middle and Secondary Reading Instruction from the Reading Specialist to the Content-Area Teacher
The notion that reading instruction belongs in the content-area classroom has deep historical roots. In the early 1900s, Huey (1908 Huey ( /1968 , a pioneer in the psychology of reading, advocated embedding reading instruction in the study of content so that it might "disappear in the study of 'central subjects'" (p. 371). He argued further that "whatever needs to be read in living the natural life of the school is proper subject-matter for 'reading lessons'; that is, reading matter gives opportunity for practice and for wise direction in read-vicki a. jacobs ing effectively" (p. 371). After Huey, the national Right to Read campaign, whose slogan was "Every teacher a teacher of reading," drew "attention to the reading needs of secondary students" (Early, 1957 , cited by Ruddell, 1997, pp. 10, 11) and to how reading skills could be used to support students' learning, particularly of subject-matter content. In the 1970s, the shift from thinking of reading as an accrual of discrete skills to reading as a meaning-based process was accompanied by a shift in the responsibility for secondary reading instruction from the reading specialist to the content-area teacher.
The first textbook to be exclusively dedicated to the teaching of reading in the content areas was published in 1970 (Herber, 1978, p. 1) . Those that followed examined how instruction on the skills and processes required by later reading could be adapted to meet the demands of content-area learning, in both general and specific content areas. By the early 1980s at least twenty content-area reading texts had been published (Dupuis, 1984, p. 5) , and the assertion that content-area teachers should "take responsibility for teaching the reading and writing strategies essential in their classrooms [was] an old cry" (Berger & Robinson, 1982, p. 5) .
While there may have been little debate about whether or not reading had a place in middle and high school education -particularly in content-area classrooms -there was considerable confusion and apprehension among secondary teachers about how and when it should be taught, to whom, and by whom (Early, 1977, p. 189) . Based on their historical understanding that reading, as content, was the responsibility of "someone else," content-area teachers responded at best with resistance and at worst with antagonism to mandates calling for them to teach reading. Understandably, they protested that they didn't have the training to be reading teachers or the curricular time to "stop" and teach the "content" of reading in addition to that of their discipline (Jacobs, 1999; Jacobs & Wade, 1981) . At the same time, in the midst of the 1980s economic recession, funding for professional development decreased dramatically, the reading specialist's position was frequently the victim of budget cuts, and content-area teachers, by and large, had fewer resources to turn to as their students continued to struggle.
Complicating the challenge of moving reading instruction into the contentarea classroom was the fact that little research had examined the effectiveness of various secondary-reading instructional techniques within the context of the regular secondary classroom (Dupuis, 1984, p. v) . What research had been done primarily confirmed the fact that "content teachers [knew] less than they need[ed] to about reading in general and the specific aspects of teaching reading within their own subjects" and that content-area teachers continued to feel hopeless or frustrated "in the face of students who could not read their classroom materials" (Dupuis, 1984, p. 1) .
The textbooks published through the 1980s on the teaching of reading did little to help teachers understand how they could use reading to support students' achievement of disciplinary goals (see Jacobs, 2002) . These text-books were often organized around a particular theory about reading and learning, such as cognitive theories, linguistic and psycholinguistic theories, and affective/motivational theories. Most of these texts took a "one-size-fitsall" or "holistic" approach to content-area reading (Anders & Guzetti, 1996, p. 9) , focusing on diagnostics of students' reading ability and of textual difficulty; skills such as decoding, reading rate, comprehension, vocabulary, and study skills; and processes that were common across content areas.
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Few texts offered teachers support in thinking about how reading-skill instruction might sustain students' achievement of their particular content-based learning goals, and this contributed to their continuing perception of reading instruction as an add-on (see Jacobs, 2002) . However, a growing emphasis on reading as "literacy" in the 1990s would ensure a place for reading instruction in the content-area classroom.
An Emerging Emphasis on Reading as Literacy
The term literacy has been defined in U.S. educational history variously as orality, the ability to sign one's name, and the ability to recite and copy (Myers, 1996) . In the latter half of the nineteenth century, the definition of literacy expanded to include "efficient communication to others and the decoding of unfamiliar texts" (Hull, 1998, p. 179) . Today, educators commonly agree that adolescents come to school with knowledge of multiple discourses or literacies, "including those of ethnic, online, and popular culture communities," which they use for "social and political purposes as they create meaning and participate in shaping their immediate environments" (National Council of Teachers of English, 2007) . Within academic study, the sociopolitical nature of literacy requires readers not only to "identify the meaning of texts and create their own personal interpretations, but also gain awareness of how texts may be manipulating their perspectives" (Elkins & Luke, 1999). 12 Thus, literacy has come to include but is not restricted to academic learning (see Alvermann, 2001; Barton, 1994) .
Beginning in the 1990s, discussion about content-area reading and reading across the curriculum shifted to discussion about content literacy. Similarly, secondary reading began to be reframed as adolescent literacy. The term literacy appeared increasingly in the titles of textbooks, which acknowledged the social and political contexts of reading. Most of these textbooks urged teachers to consider how race, ethnicity, language, socioeconomic status, gender, motivation, and special needs contributed to learning. Teachers were warned that "until we [tap] the multiple literacies in adolescent's lives, we will continue to see adolescents develop a disinterested cognitive view of in-school literacy functions and a more enthusiastic sociocultural view of out-of-school discourse functions" (Bean, Bean, & Bean, 1999, p. 447) .
To address the problem of adolescents' lack of interest in school-based academic literacy, textbooks advised teachers to depend less on "text-bound modes of teaching that place adolescents in passive roles" and more on inquiry-vicki a. jacobs based instruction that allowed students to be active learners (Bean et al., 1999, p. 447 ). Recommendations for instruction included teaching for understanding (Perkins, 2004; Perrone, 2000; Wiggins & McTighe, 1998) , which defines learning as an inquiry-based process, and collaborative learning (Bruffee, 1992; Walters, 2000) , which builds on constructivist principles of learning as a social activity that is embedded in sociocultural systems (Sparks & Hirsh, 1997, p. 2; Vygotsky, 1962) . 13 Thus, while more-recent textbooks on the teaching of reading still focus on specific reading skills, they do so in the context of the reading process or of "strategic reading"; that is, the intentional and deliberate use of strategies that support comprehension, such as metacognition (Irvin, 1998, pp. 8-9) . Some continue to focus on reading and learning in content areas. Other textbooks, drawing from the rich literature on content-area writing and the writing process, have addressed writing as a means to learn, including learning from printed text, as well as a skill in itself. Textbooks have also addressed the teaching of middle and high school students who struggle with reading and the role technology can play in reading, including how technology-based discourse can be construed as a form of literacy. 14 Finally, while research has long examined the instructional needs that English-language learners (ELLs) might experience in reading, recommendations for supporting the reading development of adolescent ELLs in the content-area classroom (e.g., Ariza, 2006; Chamot & O'Malley, 1994; Echevarria, Vogt, & Short, 2000) and, specifically, in the English language arts classroom (National Council of Teachers of English, 2006a; Short & Fitzsimmons, 2007) have emerged relatively recently.
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While the "best" ways to support ELLs remain controversial, recommendations for classroom teachers focus to a great extent on vocabulary instruction, the role of background knowledge and experience in learning, and the selection and use of relevant literature to teach reading and writing skills.
Conclusion
This article has examined historical trends in the definition of reading and instructional practices for adolescents in order to understand how we have arrived at this particular point on the historical continuum of the amount of attention being paid to the reading of older children. This brief review suggests that while we are faced with multiple challenges as we address the needs of adolescent readers, we also have the opportunity to apply the wisdom of the past to our future efforts.
First, the demands of adolescent literacy clearly begin much earlier than the middle and secondary school grades traditionally associated with adolescence. We may do better by defining the purposes, skills, and challenges that postprimary-grade reading requires at different points on a developmental continuum. A renewed focus on stages of reading would serve four goals:
1. It would clarify purposes for and the timing of teaching and practicing particular reading skills across grades K-12. 2. It would recognize the need to begin explicitly teaching later reading skills in the intermediate elementary grades immediately after children have achieved fluency. 3. Because the focus of reading stages is on reading development rather than on remediation, stages suggest that the number of adolescents requiring remediation may decrease with timely scaffolding. 4. By considering both reading skills and processes within a reading-stage framework, any argument between the two would become unnecessary and perhaps obsolete.
Second, throughout shifts in adolescents' reading instruction, the question of how to support adolescents who struggle with reading (see Curtis, 2002; Curtis & Longo, 1999) has remained a dilemma that we have the opportunity to address explicitly. Whole-school literacy programs (Alliance for Excellent Education, 2004b; Fisher, 2001; Schoenbach, Greenleaf, Cziko, & Hurwitz, 1999 ) and afterschool programs (see Hartry, Fitzgerald, & Porter in this issue) have been shown to effectively target the needs of all readers, including those who struggle. In addition, computer-assisted instructional programs have proven to be a powerful tool for teachers of struggling readers (National Reading Panel, 2002 ) -provided such programs offer students intensive and elaborate feedback on their responses along with opportunities to correct their mistakes and rehearse correct responses. It is also essential that schools provide students with additional research-based instruction and practice in reading (Hall, Hughes, & Filbert, 2000) . In other words, computer-assisted instruction enriches but cannot replace the teacher's role.
Who should provide this additional instruction and practice in reading during the school day remains an open question. If the trend persists and we continue to transfer the responsibility for adolescent reading instruction (including for struggling readers) to content-area teachers, we need to understand that these teachers face a daunting task -especially if the ultimate goal is to create excellent classroom reading teachers (International Reading Association, 2000a).
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At the very least, education leaders and policymakers would do well to follow the Alliance for Excellent Education's (2007) four general principles in encouraging "larger numbers of content [-area] teachers to integrate literacy instruction more fully into their everyday practice" (p. 25):
The roles and responsibilities of content-area teachers must be clear and 1.
consistent. Every academic discipline should define its own essential literacy skills. 2.
All secondary school teachers should receive initial and ongoing profes-3.
sional development in the literacy of their own content areas. Content-area teachers need positive incentives and appropriate tools to 4.
provide reading and writing instruction. (pp. 25-29) vicki a. jacobs
The importance of high-quality professional development in advancing both preservice and in-service teachers' expertise in content-based literacy should not be underestimated. At its best, professional development is at the heart of curricular reform, fostering the creation of professional communities in which teachers can "share knowledge and treat each other with respect [,] . . . [engage in collaborative] inquiry and reflection [,] . . . and feel confident and well prepared to meet the demands of teaching" (Holloway, 2003 , cited in National Council of Teachers of English, 2006b .
Professional development offered to content-area teachers needs to acknowledge the historical reasons for their resistance to the notion that they are "teachers of reading." Content-area teachers are concerned primarily, and rightly so, with students' achievement of content-specific goals. While most preservice and in-service efforts provide teachers with a variety of skill-based strategies for integrating reading into their instruction, they generally do not provide teachers with the means to examine why and how reading strategies can facilitate content-area learning.
At a minimum, content-area teachers deserve the time to reflect on the principles and practices of reading that they already use successfully to support their students' content-area learning. Teachers might define their discipline-based learning goals collectively, and then reflect on what they already do effectively to support their students' achievement of those goals. Teachers might consider how they inform students of learning goals and how they expect students to demonstrate learning. They might examine how they prepare students for learning, activating and organizing relevant background knowledge and experience, introducing new vocabulary and concepts, and helping students anticipate and engage with content. They might share how they guide students through progressively deeper levels of understanding, providing means by which students can integrate the "given" that they bring to text and the "new" that a text provides. They might examine the means they give their students to analyze, synthesize, and test the validity of what they have learned before they have to demonstrate that learning (Jacobs, 2002) .
Following such conversations, teachers can begin to understand the symbiotic relationship between reading and learning as meaning-making processes, and how the learning strategies they use to teach their content also serve as a means to hone students' comprehension, vocabulary, and study skills without interrupting content-area learning. They can begin to understand that while they are not teachers of reading, by capitalizing on reading skills and processes they are helping their students become independent learners who are able to comprehend the "world" as well as the "word" of their disciplines (Freire, 1998) .
Finally, we need to clarify the responsibilities of reading specialists, literacy coaches, and content-area teachers and how those involved in literacy instruction should work together. In the wake of the shift in content-area teachers' responsibility for literacy instruction, the responsibilities of the reading teacher have shifted as well (International Reading Association, 2000b) . While reading specialists have long been responsible for providing struggling readers with supplemental direct services and for providing classroom teachers with consultative services (Robinson & Thomas, 1969) , they more recently have been assigned the lead responsibility for literacy "coaching"; that is, giving classroom teachers the professional development they need to learn how to serve the literacy needs of all of their students well (Dole, 2004) . Due in part to the urgency of the current crisis, we have been quick to establish guidelines concerning the role and qualifications of the reading coach (International Reading Association 2004; Toll, 2007; Walpole & McKenna, 2004) and standards for middle and high school literacy coaches (International Reading Association, 2006) . However, we have done so even while the distinction between the work of the reading specialist and the literacy coach remains unclear and while the training and effectiveness of literacy coaches are being called into question (City, 2007) .
History reminds us that while the attention currently being paid to the plight of older students' reading is long overdue, we would do well in the shock of this most recent "awakening" to proceed not out of alarm but, rather, with studied concern that acknowledges and builds on the research and practice of our predecessors. We need to remind ourselves of the interrelationship of theory and practice and how both are influenced by popular, even pendular, trends. In the throes of this current historical crisis, we should remember above all that the ultimate reason for our renewed interest in adolescent literacy is, in fact, the same one that has sparked the interest of numerous generations before us. We have long wanted to provide our children with the best education possible to ensure that they will grow into a critical citizenry and live the most significant lives that they can. By placing literacy at the heart of educational reform, the opportunity to achieve this goal is unprecedented. Adolescents deserve access to a wide variety of reading material that they can and 1.
want to read. Adolescents deserve instruction that builds both the skill and desire to read increas-2. ingly complex materials. Adolescents deserve assessment that shows them their strengths as well as their needs 3.
and that guides their teachers to design instruction that will best help them grow as readers. Adolescents deserve expert teachers who model and provide explicit instruction in 4.
reading comprehension and study strategies across the curriculum. Adolescents deserve reading specialists who assist individual students having diffi-5.
culty learning how to read. Adolescents deserve teachers who understand the complexities of individual adoles-6. cent readers, respect their differences, and respond to their characteristics.
vicki a. jacobs
Adolescents deserve homes, communities, and a nation that will support their efforts 7. to achieve advanced levels of literacy and provide the support necessary for them to succeed.
2. The RAND report explains the "pressing problem" of comprehension as "older students' inability to meet the increasing challenges of complex texts, the low comprehension performance of U.S. students as compared to those in other countries, unacceptable gaps in reading performance between children in different demographic groups, scant attention to the training and support of content teachers to promote comprehension in their disciplines, and the implementation of policies and programs without empirical evidence of their success or rigorous evaluation" (Snow, 2002, p. xi 
raise literacy expectations across grades and curricula, (3) encourage and support school and district literacy plans, (4) build educators' capacity to provide adolescent literacy instruction, and (5) measure progress in adolescent literacy at the school, district, and state levels. 6. This article restricts its discussion of adolescent literacy to reading while acknowledging that the domain of literacy is far more complex than reading alone. 7. Phonemic awareness is a strong predictor of later reading achievement as early as kindergarten or first grade and "is frequently confused with phonics instruction, which entails teaching students how to use letter-sound relations to read or spell words. [Phonemic awareness] instruction qualifies as phonics instruction when it involves teaching children to blend or segment the sounds in words using letters" (National Reading Panel, 2000, p. 7). 8. In a study of why some children from low-income families succeed at reading while others do not, Chall, Jacobs, and Baldwin (1990) found that while all of the above-average readers (as defined against national norms) at any of three grade levels (grades 2-3, 4-5, and 6-7) demonstrated accurate and fluent reading, no more than 40 percent of those described as below-average readers at any one grade were able to do so. Furthermore, at grades 6-7 even the above-average readers, who had had sufficient word-attack skills to do well in the early and later elementary grades began to slip against national norms. Their fluency skills were not enough to allow them to keep pace with the increasing conceptual demands of middle-grade reading. 9. Much has been written on the importance of direct teaching of academic language that is common across disciplines and that is specific to disciplines. See, for example, Allen (2007) ; Beck, McKeown, and Kucan (2002) ; McKeown and Curtis (1987); Stahl (1999) . 10. For example, the National Council of Teachers of English, in Principles of Adolescent Literacy Reform (2006b) , refers only to the middle and high school grades. 11. Contrast these with Dupuis (1984) , who examined the research on content-area reading in context of specific subject matter. Also see textbooks published in the 1970s, which examined the implementation of reading instruction in specific content. 12. It is worth noting that the IRA's The Literacy Dictionary: The Vocabulary of Reading and Writing (Harris & Hodges, 1995) included an extensive definition of "literacy," but only an abbreviated definition of "reading to learn." In fact, the dictionary did not include any terms such as "content-area reading," "secondary reading," or "reading-across-thecurriculum." 13. Constructivism draws heavily upon Freire's (1971) belief that learning is a matter of construction of meaning in socially relevant contexts and from Vygotsky's (1962) notions that "high mental functions have their origins in social activity" (Hausfather, 1996, p. 1) (see also Dixon-Krauss, 1996) ; and that "direct teaching of concepts is impossible and fruitless" (p. 83). Constructivism argues that the sociocultural contexts of the classroom and the value that the teacher places upon students' contributions to each other's learning have a powerful impact on the way and the extent to which learning takes place and is perceived as relevant by students. 14. The Roe, Stoodt, and Burns series on secondary reading illustrates the trends in emphases from the late 1970s to the present. The 1978 edition, called Reading Instruction in the Secondary School, included discussion of reading disabilities, the selection of reading material, assessment, word recognition, concept and vocabulary development, comprehension, study skills, reading in specific content areas, and school reading programs. The 1983 and 1987 editions' titles (Secondary School Reading Instruction: The Content Areas) reflected the field's attention to content-area reading. The 1980s texts added discussion of reading as a cognitive process and of issues related to writing. While the title of the 1991 edition did not change, it discussed a wider variety of issues related to literacy, such as the interrelation between reading and writing and the challenges content-area teachers face when using reading with a diverse student population (e.g., challenges posed by students' varied background environments and cultures, languages, and previous education). The 1995 and 1998 editions had the same title, Secondary School Literacy Instruction: The Content Areas, which reflected the trend toward reading as literacy. These texts provided added discussion of technology in teaching both reading and writing, of contexts for content-based literacy instruction, and reading assessments for diverse student populations. They also added a focus on thematic teaching. The previous focus on "study skills" moved to "strategic" reading for comprehension, the location and organization of information, and reading-study strategies for textbook use. The 2001 edition, Secondary School Literacy Instruction, deepened discussion of technology in literacy learning and addressed the role of multiple literacies in learning. Even while the focus of the Roe, Stoodt, and Burns editions broadened and evolved, each text was organized to address assessment and comprehension, vocabulary, and study skill development. 15. The National Council of Teachers of English (2006a) outlined "the knowledge and skills mainstream teachers need to have in order to develop effective curricula that engage English language learners, develop their academic skills, and help them nego-vicki a. jacobs tiate their identities as bilingual learners" (p. 1). Guidelines focused on knowledge of students, teaching language, teaching literacy (reading and writing), teaching language and content, selecting materials, and the low-level literacy of immigrant students. 16. The International Reading Association (2000a) notes that "excellent reading teachers understand how literacy develops in children, can assess progress and relate instruction to previous experience, know a variety of ways to teach reading, provide a range of materials and texts for children to read, [and] tailor instruction to individual students. Further, " [to] ensure that children have the excellent reading teachers they deserve, teachers must view themselves as lifelong learners, administrators must be instructional leaders, teacher educators must provide their students with a solid knowledge base and extensive supervised practice, legislators and policymakers must understand the complex roles of the teacher, [and] parents, community members, and teachers must join in providing learners with rich opportunities to explore, practice, and develop literacy." For an extended summary, visit http://www.reading.org/resources/issues/positions_ excellent.html
